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INTRODUCTION
The development of trainees in initial language teacher training is a widely researched 
area both in Hungary and internationally (e.g. Barócsi, 2007; Dudás, 2007; Falus, 1987; 
Hobson et al., 2005; Kagan, 1992; Kimmel, 2007; Köcséné Szabó, 2007), and so are the 
difficulties of the first year of teaching (e.g. Carré, 1993; Farrel, 2006; Lang, 1999; 
McCormack et al., 2006; Richards & Pennington, 1998; Schuck, 2003; Brady & Schuck, 
2005; Szivák, 1999). In the Hungarian context, Falus (1987) examined the impact of 
microteaching and the subsequent analysis of microteaching on trainee behaviour. Although 
some features of the professional development (PD) of beginner teachers three and a half 
years after graduation were identified by Bankó (2009), there is little research on how 
practising teachers, who are key actors in educating others and themselves, develop 
throughout their career. In Hungarian mainstream educational research, the only project that 
deals with the PD of practising teachers focuses on teachers of mathematics, more 
specifically, qualitative research tools aiming at exploring the presence and role of reflection 
in their professional lives (Sántha, 2007). Although from a slightly different perspective, 
Szesztay was concerned with practitioners. She delved into practitioner research (2000) and 
established nine criteria for it (p. 54) while experimenting with a discourse that would be 
comprehensible for practitioners. 
A recent Ph.D. dissertation on practising English teachers in Hungary focussed on 
their becoming business English teachers (Bereczky, 2012) and found in a questionnaire-
based study that summarised the responses of 53 teachers of business English from 20 
different higher education institutions across Hungary (pp. 198-199) that for 25 % of the 
business English teachers the most enjoyable part of their work was learning new things (p. 
248). Although frequently referred to (e.g. Szivák, 1999), the developmental processes 
practitioners undergo have not been dealt with extensively. The knowledge, skills and growth 
of teachers, however, are all the more important since the process of learning to teach merely 
starts with initial training (Freeman & Johnson, 1998) and “it is a commonplace that the 
process of becoming a teacher is not limited to the years spent in teacher education” (Falus, 
2002, p. 77). The contradiction that present existing educational frameworks are supposed to 
prepare trainees for future unforeseeable challenges, as Falus points out (2002), is a well-
known one for teacher educators. Moreover, teaching is a dynamic process characterised by 
constant change (Richards, 1998, p. 11), therefore, the PD patterns of practising teachers 
during their career unquestionably deserve more scrutiny. 
The research in this dissertation therefore is centred on the PD of practising teachers of 
English during their careers and the way they perceive them. The project aimed to survey the 
competencies Hungarian teachers of English find the most important and the sources of PD 
they believe characterise their careers. In addition, the study aimed to examine teachers’ 
narratives concerning their own development. Furthermore, the perceptions of experienced 
language learners were also examined. The project involved the use of both quantitative and 
qualitative research methodology with an emphasis on the latter. Data were collected by 
conducting semi-structured interviews and administering questionnaires. The teacher 
interviews were validated in a pilot study (Soproni, 2007). 
In addition to practicing teachers and the researcher herself, the results of the research 
project might be relevant for teacher trainers and educational policy-makers. It is essential for 
both pre-service and in-service teacher education to identify the competencies a language 
teacher a practising teacher attributes great importance to and the kind of learning process a 
trainee teacher needs to be prepared for. It is equally important for policy-makers to have an 
insight into the way practising teachers learn since requirements are centrally determined, and 
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during their career teachers are required to attend teacher education programmes and pass 
examinations. And, last but not least, if there is a better understanding of how teachers grow, 
better ways to enhance their growth might be developed, which might result in an 
improvement of student achievement as well. 
THEORETICAL BACKGROUND
Since this dissertation is focused on teacher development, that is, ways to improve 
one’s teaching, ways of learning to teach need reviewing first. In Hungary, as well as 
internationally, there are basically two approaches to teacher education, one that is more 
practical and one that is more sophisticated and theoretical. These two approaches reflect two 
competing fundamental views. According to the traditional solution-oriented view, teachers 
do skilled labour. This model was dubbed by Wallace (1991) as the craft-model. 
Consequently, they need to be trained, i.e. knowledge and skills need to be presented or given 
to them ready-made and they may then put these into practice. This is called a process of 
“initiation by imitation” by Widdowson, in which novice teachers are supposed to copy what 
more experienced teachers do (2003, p. 3). As Mann puts it (2005, p. 104), “the role of 
teacher training is to introduce the methodological choices available and to familiarise 
trainees with the range of terms and concepts that are the ‘common currency’ of language 
teachers”. Widdowson argues that “this approach not only encourages a transmission view of 
teaching but is itself transmissive in design in that it casts the teacher in the dependent role of 
receivers of ideas” (1997, p.122). Brumfit, too, noticed a shift in British public attitudes to 
teacher education, which he called the “push towards triviality” (1995, p. 30), when technical 
skills were over-emphasised and teacher education was located in schools.
However, believers of the problem-oriented view claim that teaching is an intellectual 
enterprise. Therefore, teachers need to be educated in order to become reflective practitioners 
(Schön, 1986) and they will, through life-long learning, become better and better at their 
profession. Their education or formation is to imply “a broader awareness of theoretical 
principles underlying particular practices” (Widdowson, 1997, p. 121). The acquisition of 
teaching skills is then “not a matter of reflecting on what other teachers do, but reflecting on 
why they do it” (Widdowson, 2003, p. 3). Wallace (1991) called this model the reflective 
teacher training model in addition to the craft and the applied science models. In the 1990s, 
there have been numerous attempts to thrust the teacher centre-stage. This materialised in 
contributions to journals and conferences on “teacher empowerment and the increase of 
teacher participation in theory building, policy development, and programme planning” 
(Clarke, 1994, p. 10). 
The two above views of teacher education clearly differ on the importance attributed 
to the theoretical and the practical components. As Bárdos points out, “many teachers do not 
see, are not aware and do not feel that they are carrying out scholarly work” (2001, p. 8). 
Many authors have written about the gap between theory, research and practice (e.g.: Clarke, 
1994; McIntyre, 2005; Nunan, 1993; Somekh, 1993) while Widdowson argues that “theory is 
not remote from practical experience but a way of making sense of it” (2003, p. 4). 
Additionally, he is an advocate of the idea that applied linguists are mediators between 
language teachers and linguists and are there to help explore how theory “can be made 
relevant and turned to practical advantage” (ibid., p. 6) and “mediate … across the divide 
between the disciplinary domains of detached enquiry and that of practical experienced 
reality” (ibid., p. 13). Allwright (1993) argues that research needs to be integrated into 
teaching and coined the term “exploratory teaching”. Freeman & Johnson (1998) and 
McIntyre (2005) promote exploratory teaching as well and define it as “teacher research”. 
“Uniting the two sides of teaching – the doing and the wondering – into one form of practice I 
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am calling teacher research” (Freeman & Johnson, p. 3). Brumfit, too, asserts that research is 
actually contemplation (1995, p. 35). Prabhu argues in teaching there is “an ongoing 
interaction between the theory (teachers’ theories) and its operation in the classroom, between 
concept and conduct” (1992, p. 239). Clarke calls attention to the fact that the divide between 
theory and practice is not only “dysfunctional” but it downgrades the profession of teachers 
since “teachers are considered less expert than theorists” (1994, p. 9). Widdowson highlights 
that teachers “distrust” theory since it is “remote” and “abstract” as opposed to teaching being 
“common sense” (2003, p. 1). Bárdos, too, advocates that more interfaces be established 
between the realms of teaching and science. He underlines that the links between theory and 
research are strong, just as well as the links between routine, intuition and practice but the 
links are virtually non-existent between a) routine and theory, b) routine and research or c) 
practice and theory and d) practice and research (2001, p. 14). Clarke encourages teacher 
empowerment and concludes that the hierarchy between practitioners and theoreticians would 
need to be “turned on its head” (1994, p. 18). A reconceptualisation of scholarly and 
practitioner research is offered by McIntyre (2005). He coins the term transdisciplinary 
“MODE 2 knowledge production” (p. 374), which means that knowledge is produced in the 
context of its application, that is, it is produced by those who want to solve a problem. 
In summary, ideas, findings, lessons and insights of and from theory, research and 
practice are all supposed to be available for teacher development. Teacher learning is a 
function of the way the teacher makes sense of that input. Or as Brumfit points out: 
“Whatever teachers are able to learn from research, from theory, and from interested 
outsiders, will be valuable to them but will require reinterpretation in the light of their 
personal professional experience” (1995, p. 35). 
The professionalization of English language teaching in Hungary was given a boost 
after the collapse of communism (Enyedi & Medgyes, 1998, p. 82). The formation and 
activities of professional bodies such as IATEFL (International Association of Teachers of 
English as a Foreign Language) Hungary in 1990 and NYESZE (Association of Language 
Schools) in 1991 have greatly contributed to the professionalization process. 
A beginner teacher might become a dedicated professional in a number of ways. A 
large number of different terms are used in the literature to refer to PD, for example, teacher 
learning (Richards, 1998), or teacher development (Dobson, 2006; Head & Taylor, 1997; 
Underhill, 2004). In this study, the aim is to investigate development that is initiated and 
implemented by the teacher and not imposed on them from the outside, a view that is echoed 
by many (e.g. Harfitt & Tavares, 2004). 
Knowledge and its many dichotomies have been given ample attention in psychology 
ever since Aristotle defined technical knowledge and practical knowledge (Pléh, 2001; Reis-
Jorge, 2005). A distinction is made between school-based information learning, i.e. 
knowledge, and the streetwise application of knowledge, i.e. skills. In applied linguistics, a 
similar dichotomous distinction between the different kinds of knowledge researchers may 
create and offer and teachers might need is made by McIntyre (2005). He argues that these are 
“two sharply contrasting kinds of knowledge […] on a possible continuum of different kinds 
of knowledge” (p. 359). He contrasts pedagogical (knowing how) with propositional 
knowledge (knowing what), and argues that propositional knowledge cannot simply be 
translated into pedagogical knowledge because for teachers the pragmatic focus of knowledge 
is on practicality, whereas researchers’ knowledge is generalisable and researchers focus on 
clarity and coherence. In addition, teachers’ knowledge is local, unique and context-based, 
they depend on their schemata, while researchers’ knowledge is abstract, theoretical and 
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generalised. Researchers’ knowledge is impersonal while teachers’ knowledge is personal and 
based on the realities of classroom teaching. 
The sum of declarative and procedural kinds of knowledge a language teacher needs is 
supposed to make them a “teacher of extraordinary abilities: a multidimensional, high-tech, 
Wizard-of-Oz-like superperson – yet of flesh and blood” (Medgyes, 1990, p. 107). There 
seems to be an agreement in the literature that for a teacher, received or content knowledge is 
vital; in the case of a language teacher this might include language proficiency, syntax, 
phonetics, phonology, pragmatics, knowledge about the language, etc. Some consider 
personal or experiential knowledge, as well as local or contextual knowledge, of utmost 
importance (Mann, 2005; Wallace, 1991). Even specialised knowledge about education is 
mentioned (Elliott, 1993) as an important part of a teacher’s knowledge. Based on empirical 
research, procedural knowledge, knowledge of pupils, classrooms, and self are listed by 
Kagan (1992). Richards (1998) proposes six domains of content: theories of teaching, 
teaching skills, communication skills, subject matter knowledge, pedagogical reasoning and 
decision making, and contextual knowledge. Even though very different domains are 
proposed, there seems to be an agreement on second language teaching being “a multifaceted 
yet integrated activity” in which “each of the domains overlaps and intersects with others” 
(Richards, 1998, pp. 1-2).  
Teacher cognition research offers two further notions that might be relevant as regards 
the PD of teachers. The acronym BAK was introduced in order to cover beliefs, attitudes and 
knowledge, which are thought to be inseparable in the life of a language teacher and to 
emphasise that they are not distinct concepts but “an integrated network” (Woods, 1996, p. 
185) or “points on a spectrum of meaning” (Borg, 2003, p. 96). The acronym PPK stands for 
the term “personal practical knowledge” and was taken from educational research (Golombek, 
1998, pp. 448-452). 
In the Hungarian context, defining teacher competence levels has taken centre stage 
recently. A set of criteria for the evaluation of teacher development is being worked out at six 
levels including the trainee teacher, the qualified teacher, the appointed teacher, the 
experienced teacher, the excellent teacher and the master teacher (Kotschy, 2011, p. 8). The 
authors of the scheme have identified eight competencies in which teachers are expected to 
develop during their careers: learner character development, learner community development, 
subject matter and curricular knowledge, planning, methodological expertise, continuous 
assessment, communication and professional cooperation, and, last but not least, commitment 
and responsibility for their own professional development. The different competencies or 
components are expected to develop at a different pace but their development needs to be 
examined together and in a complex way, which reflects the view found elsewhere in the 
literature that the knowledge areas are very much intertwined and integrated (Richards, 1998; 
Szesztay, 2004; Verloop et al., 2001, cited in Borg, 2003; Woods, 1996). 
Language teachers can rely on a number of tools that assist them in their PD. Mann 
(2005) points out that “reflection is a pre-requisite” whereas “research is a desirable option” 
and adds that “self-monitoring and self-evaluation are essential for development to take 
place” in addition to cooperation (pp. 108-109). According to experts, combining cooperation 
and research into collaborative action research, which renders action research more valid, 
might improve the quality of teaching in an institution (Burns, 1999; Burns, 2010; Wallace, 
1998). Hargreaves (1999), Underhill (2004) and Harfitt & Tavares (2004) advocate the notion 
of “co-learning”, that is, the establishment a learning community in a given school. Similarly, 
in a large-scale study involving thousands of trainee respondents in England, past, potential or 
actual relationships with students, former and present teachers and colleagues were found to 
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be “central to the experience of becoming a teacher experience” in initial teacher training 
(Hobson, Malderez, Tracey, Kerr & Pell, 2005, p. 2). 
The stressful nature of the teaching profession and the inevitable burnout have been 
written about extensively in both the international literature (e.g. Dunham, 1992; Head & 
Taylor, 1997; Horwitz, 1996; Huberman, 1989, 1993) and in Hungary (Bankó, 2009). 
Huberman (1989, 1993) researched the stages of teachers’ careers: the “period of survival and 
discovery” (Huberman, 1993, p. 5), the stabilization phase, the stage of diversification, the 
“reassessment moments” (ibid., p. 9), called “renewal” by Lang (1999) and the stage of 
disengagement.  
To situate teacher learning in the broader context of learning, learning theories provide 
some background: behaviourism (including connectionism or stimulus-response learning 
theory) (e.g. Thorndike & Gates, 1929; Thorndike, 1931), cognitivism (including gestalt 
learning theory) (e.g. Bruner, 1968; Piaget, 1970; Wertheimer, 1980), humanistic theories (e.g 
Holt, 1967; Rogers, 1983), social learning (e.g. Bandura, 1977; Phares, 1980; Reber, 1985), 
experiential learning (e.g. Bond et al., 1993; Moon, 2004) and constructivism (e.g. Hua Liu et 
al., 2005; Sparks Langer & Berstein Colton, 1991). No single theory, however, can explain all 
the different ways in which human beings learn. In terms of teacher learning, all the theories 
may be of some relevance, but the most pertinent theories for the dissertation are those of 
experiential learning, reflective learning and constructivism (Sparks-Langer & Berstein 
Colton, 1991). 
The empirical research papers reviewed included some about trainee teachers and their 
beliefs (e.g. Bankó, 2006; Imre, 2004; Kagan, 1992; Sántha, 2004), some on both trainees and 
in-service teachers (e.g. DelliCarpini, 2009), and some on non-language teachers (e.g. Hobson 
et al., 2005; Huberman, 1989 and 1993; Szesztay, 2004; Szesztay & Curtis, 2005). Settings 
varied from New Zealand, through Australia, the United Kingdom and Switzerland to the 
United States. In Hungary, the only empirical investigations on practising teachers of English 
were carried out by Bereczky (2012), however, the study focussed on the development of 
Hungarian teachers of English while becoming business English teachers and not their PD 
during their work lives. 
RESEARCH DESIGN
The questions this study aims to answer are the following: (1) How do experienced 
learners perceive their English teachers’ professional development and English language 
teaching competencies? (2) How do teachers of English perceive their own professional 
development and English language teaching competencies? (3) How do learners’ and 
teachers’ perceptions compare? 
In order to be able to measure English language teachers’ professional development, 
the concept was operationalised as teacher participants’ perceptions of the ways they learn 
and develop. 
A summary of how this research project aims to answer the above research questions 
can be seen below in Table 1. 
Table 1 An overview of the research strands 
Research 
Question 
Research paradigm Research tool Number Participants
1 Qualitative Individual interviews 14 Learners of English 
Qualitative Individual interviews 12 Teachers of English 2 
Quantitative Survey questionnaire 252 Teachers of English 
3 Qualitative Individual interviews and 
survey questionnaire 
See above Both teachers and learners 
of English 
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It was hoped that the use of both research paradigms would make the investigations 
more reliable, thorough and revealing.  
The main research tool in the qualitative strand of the research was in-depth interviews. 
Although the adjectives qualitative, interpretive, naturalistic and ethnographic are used as 
“synonyms in many cases” (Szabolcs, 2001, p. 17), an attempt is made below to clarify the 
nature of the research in this strand of the project with the help of these terms. 
In order to gain a deeper understanding of the way teachers view their own 
development, in-depth interviews were conducted in the qualitative research tradition. The 
interviews are believed to have provided an opportunity for teachers to verbalise their 
thoughts concerning the learning process they have been going through during their careers 
and for learners to express their views regarding their teachers’ development. 
Besides, the study was conceived to be interpretive. The transcriptions of the 
interviews clearly show that as the teacher participants were reminiscing, they were also 
“interpreting the episodes of their own lives” (Szabolcs, 2001, p. 42) through interaction with 
the researcher. On the other hand, the objective was to present teachers’ ways of perceiving 
their development as vividly as possible so that readers too could draw their own conclusions 
and develop their own interpretations. 
This piece of research is also naturalistic enquiry in the sense that the topic is 
researched through the “eyes of the participants” (Cohen, Manion & Morrison, 2007, p. 17) 
“in real world settings with as little intrusiveness as possible by the researcher” (ibid., p. 168). 
The ethnographic nature of this research project is shown by the fact that the aim was 
to examine and describe the development patterns of teachers of English as a group with the 
help of “insider accounts” (ibid., p. 169) and participants’ own constructs. 
In addition to the above, the research presented in this dissertation is of biographical
nature (Creswell, 1998, p. 47) in the sense that the life and career histories of teachers were in 
the main focus. It is also of the biographical kind as in this dissertation “teachers’ telling 
stories has a larger role than the question and answer interview protocol” (Szabolcs, 2001, p. 
42). The research herein is also phenomenological and ethno-methodological: a concept was 
being investigated, the concept of professional development from different angles through 
“the lived experiences of several individuals” (Creswell, 1998, p.51). The aim was to depict 
“how the world forms in individuals’ everyday actions” (Szabolcs, 2001, p. 38). It was hoped 
that from individual perspectives and meanings constructed by the participants generalisations 
could be made. The study was meant to be exploratory since no prior hypothesis was 
formulated. And last but not least, the research conducted can be seen as emic research since I 
am a member of the professional community I am researching and thus have an insider’s 
perspective. 
In order to be able to collect data that are independent of local contexts and that are 
statistically significant to allow generalizations about the whole ELT population in Hungary 
an online survey was conducted. The online format was selected to reduce costs and facilitate 
data entry as well as to reach a geographically diverse sample (Cohen et al., 2007). 
The transcripts of the learner and teacher interviews were analysed using the constant 
comparative method (Creswell, 1998; Maykut & Morehouse, 1994; Szokolszky, 2004). The 
teacher interviews were also condensed to a protocol and a trajectory on which the teachers’ 
years of experience, the phases of their careers, characteristic features of their teaching 
context and their insights were included. The trajectories of teachers working in different 
institutions were grouped together and universal patterns were looked for. The quantitative 
data was analysed with the help of SPSS 13.0. The reliability coefficients, the means, the 
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medians, the standard deviations, the minimum and the maximum values were calculated 
alongside the percentages of respondents who selected the different response alternatives. 
Independent samples T-tests were used to identify whether subgroups of the sample had 
statistically significantly different attitudes, correlations were computed in order to determine 
the extent to which knowledge domains and sources of learning are interrelated. Cluster 
analysis was used to examine if the knowledge domains and the sources of learning can be 
grouped on the basis of the responses and factor analysis was used to detect if there are any 
underlying dimensions behind the responses. 
SUMMARY OF FINDINGS
The aim of the learner interviews was to identify learners’ expectations and perceptions 
as regards their teachers’ PD. Three major themes surfaced from learner discourse: life-long 
learning, adaptability and cultural knowledge. The learners in the sample definitely expect 
their teachers of English to improve their knowledge and skills throughout their careers. Not 
only are they expected to learn new information, but they are also expected to identify in their 
practice areas where they need to improve or fine-tune their knowledge or skills. The fact that 
language teachers’ subject matter is the living language also necessitates keeping pace with 
the latest linguistic developments. The fact that language could be used to discuss virtually 
anything in the language classroom makes it necessary for them keep “up-to-date” in various 
fields, such as politics, popular culture or the field their learners are interested or involved in. 
The graphic representations coming from learners’ interviews reinforce the views they voiced 
in the interviews. The differences between what they experience and what their expectations 
are, however, visibly show that teachers do not learn or develop as intensively as their 
learners would expect them to. Related to the issue of life-long learning is the theme of 
adaptability that repeatedly occurred in both learner and teacher interviews. The changes that 
might require teachers to adapt were manifest in learners’ views: a new institution, new 
requirements for learners, new exams, new technology, new students, new groups, new 
teaching techniques all present a changing context in which teachers have to navigate. 
Evidence was collected from the interviews that language teachers are expected to be familiar 
with a hidden subject matter: familiarity with the target language culture or cultures is a must. 
This, according to learners, includes the knowledge of customs, festivals, everyday life, 
literature, history, idiomatic language, current affairs, geography, and might even include 
improving one’s pronunciation and fluency. In terms of the sources of teacher learning, 
learners tended to focus on traditional and transmissive ways of learning during the 
interviews. Learning from colleagues and learning from one’s students were mentioned by 
learners while reflective or research-based enquiries were not. It became apparent from the 
interviews that teachers are expected to be perennial learners themselves, but this is not to be 
too noticeable since the teacher’s credibility is closely tied to the extent to which she appears 
competent. Therefore, teachers are expected to become role models in learning and are 
accepted as fallible human beings but only to the extent that this does not interfere with their 
being respected. 
As regards the different constituents of teacher knowledge, the interview study 
revealed that teachers attributed great importance to EFL teachers’ English language 
proficiency, but listed a number of other components as well. Important skills emphasized, for 
example, were sensing, interpersonal skills, multi-tasking, noticing and handling large classes. 
The interview study did not reveal significant differences between the perceptions of 
experienced and less experienced teachers, with the exception of the importance attributed to 
teachers’ command of English. Less experienced teachers attributed greater importance to it 
than experienced teachers. The responses of the questionnaire respondents displayed an 
interesting pattern: the teachers with a Master’s degree found the teacher’s English language 
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competence a significantly more important quality than the teachers with a Bachelor’s degree. 
In the questionnaire study, the lowest rankings were given to the knowledge of the learners’ 
mother tongue, the knowledge about the language, the knowledge of the education system, the 
knowledge of the school and the ability to work with colleagues. A noteworthy phenomenon 
is that younger (20-29 years old) teachers attributed significantly greater importance to the 
knowledge of the mother tongue than the older teachers (30-59). The responses revealed that 
the most important components of an English teacher’s knowledge base were considered to be 
their command of English, the ability to transmit knowledge, communications skills, the 
ability to motivate and the ability to explain clearly in this sample of teachers of English. An 
examination of the results of the cluster analysis, which grouped the knowledge domain 
related statements into three distinct categories, professional skills, traditional skills and 
contextual knowledge, reveals that a similar grouping emerged to the four-factor model that 
was yielded by the factor analysis. In the latter, statements concerning motivational and 
interpersonal skills, traditional subject matter knowledge, local contextual knowledge and 
collaborative skills were found to load onto distinct dimensions. Subsequent paired-sample T-
tests showed that there is a hierarchical relationship between three of the above knowledge 
components in the eyes of the teachers in the sample. The importance of motivational and 
interpersonal as well as collaborative skills precedes the importance of traditional subject 
matter knowledge in respondents’ interpretation in the sample. The findings of both the 
interviews and the questionnaires suggest that in the development of practicing teachers 
motivational, interpersonal and collaborative skills have precedence over that of traditional 
subject matter knowledge during a teacher’s career.
In terms of where the knowledge and skills might come from, evidence was found in 
the interviews that it is EFL teachers’ own teaching experience and the people working and 
studying with participants that are the most fundamental sources. In more detail, it was the 
two statements on reflective practices, learning from one’s own experience, visiting 
colleagues’ classes and the relationship with the students that teachers found characteristic of 
their learning. The issue of life-long learning was touched upon by some teacher participants, 
not only learner participants. As one teacher participant explicitly remarked: “Perhaps that’s 
something that’s missing from initial training. That when your initial training is finished, it’s 
not the end, dear, but go on” (P1), but the theme kept occurring in other interviews as well.  
The importance of experiential learning was underlined by the findings of the questionnaire 
study as well, where reflective practices and experiential learning were ranked outstandingly 
high. In fact, taking into consideration the results of the cluster and factor analysis, it is 
evidenced that two latent types of learning can be identified: interactive and receptive ways of 
learning. The factor analysis differentiated between four underlying types of learning: 
reflective sources of learning, external sources of learning, student-generated sources of 
learning and collegial sources of learning. In order of importance, it is reflective sources of 
learning that are considered to be more characteristic of the teachers in the sample than 
collegial sources and external sources of learning. Collaborative forms of learning, such as 
learning from colleagues, learning from one’s mentor, or acquiring new knowledge through 
the students were given a lower ranking if statement evaluations are examined as well. This, 
however, is not reiterated by interview participants, for whom collaboration with colleagues, 
local or distant, seems to be an important source of learning since only two out of the 12 
teacher participants do not work together with some of their colleagues. Their situation can be 
considered to be unique in the profession: one is an example of a teacher who complains 
about being isolated, the other is about to start a pre-retirement phase of her career and 
become a library support teacher. In the experience of the teachers interviewed, collaboration 
might take different forms with different levels of intensity. It may include taking part in 
different projects (e.g. establishing a language school (P9) or participating in an exchange 
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programme (P10)), sharing teaching materials and experience (e.g. P2, P5 and P10), learning 
from a mentor (e.g. P1 and P4), attending meetings (e.g. P5), working with a teaching partner 
(e.g. P5 and P6), observing colleagues’ lessons (e.g. P7, P12) and going to teacher training 
sessions (e.g. P11). 
The analysis of both interview scripts and questionnaire statement mean, median and 
modal scores reveals that PD mostly comes from teachers’ own inner reflective thinking and 
their own teaching experience. The impact of former teachers was clearly a significant factor 
in both the qualitative and the quantitative strand. Surprisingly, former teachers, or “ghosts”, 
were considered to have a greater impact than mentors or colleagues, even if the difference is 
minute. Teacher colleagues and students, past and present, as a source of development were 
regarded as far more important by interviewees than by questionnaire respondents. 
The impact of conferences, journals or refreshment courses was considered to be less 
important than that of fellow teachers or mentors by interviewees. The questionnaire 
respondents; however, rated learning from colleagues and mentors the lowest. The average 
teacher, thus, is more isolated from her fellow professionals than the outstanding and 
enthusiastic teachers interviewed. 
Upon re-examination of Mann’s five-component model (2005) of professional 
development, the combined results of the studies presented in this paper evidence that it is 
reflection that is the most characteristic of members of the ELT profession in Hungary: it is 
the fountainhead of their PD. All the outstanding, experienced and all the enthusiastic, less 
experienced teachers in the interviews showed signs of reflective processes, some were more 
articulate on it, others reported instances when the reflective cycle was triggered by some 
event. Mann’s model includes four further components, two of which are closely tied to 
reflection and the present study did not succeed in isolating these from reflection. Indeed, 
reflection cannot be separated from self-monitoring and self-evaluation in the lives of the 
teachers interviewed. Research, as a “desirable option” (Mann, 2005), does not play a 
significant role in their PD, not even in the lives of the higher education teachers. The only 
two teachers who mentioned research as part of their professional lives were Participants 1 
and 9, who were both involved in teacher education programmes. It must be borne in mind, 
nonetheless, that teachers might have a different concept of research as Borg (2009) found. In 
a study involving over 500 teachers, he found that good research was seen as quantitative with 
large samples, evidence, statistics and generalisable results and tied to conventional scientific 
ideas. The most highly rated characteristic by teachers was objectivity (pp. 358–388). 
“Teacher research … is a minority activity”, Borg concluded. Nevertheless, the findings of 
the present study have confirmed the view covered extensively (e.g. Bárdos, 2001; Clarke, 
1994; McIntyre, 2005; Widdowson, 2003) that teachers have a special practitioner attitude to 
research. The quantitative strand of the project, nevertheless, convinced me that there appears 
to be a distinct group of teachers, for whom going to methodology conferences, reading 
professional journals and getting acquainted with research results are important sources of 
learning. 
Sub-group comparisons provided evidence for the fact that the importance the primary 
school respondents attributed to resource books was higher than it was in the case of the 
higher education respondents. The teachers who were from the countryside gave responses 
which revealed that the transmissive view of teaching is much more prevalent outside 
Budapest than in the capital. 
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CONCLUSION
Based on the findings discussed above, one of the aims of teacher education sould be 
to educate perennial learners for the English teaching profession. Teacher education 
programmes ought to familiarise trainees with the prospect that change is likely to become an 
integral part of their professional lives. Teachers’ responsibility in this respect is two-fold: 
they themselves need to keep educating themselves and they also need to become role-models 
for their learners who will also face similar challenges in their language learning. Perhaps 
change management could be a part of the curriculum at teacher education institutions and in 
in-service programmes. 
Likewise, studying the career cycles of fellow professionals could be beneficial for 
trainees since it would add a wider perspective and would enhance their career planning. The 
psychology of a teaching career could also become an area of study at higher education or in 
in-service programmes. 
The interviews with practising teachers proved to be rich sources of perceptions, both 
for interviewer and interviewees. In-service training opportunities, too, could be transformed 
into better learning opportunities by incorporating similar sessions that aim to verbalise and 
explore the emotional and psychological influence external changes exert on teachers’ 
thinking and behaviour. 
In this dissertation, I have described the PD of English language teachers in Hungary. 
However, the project has also helped me understand my own development in a number of 
ways. I have come to see the stage where I am in my career in a broader perspective and 
better situate it in my own career path. I have seen that many fellow professionals undergo 
similar ups and downs in their careers. I have seen that doubts and difficulties are present in 
colleagues’ professional lives as well and the only recipe for improvement is problematising, 
articulating and verbalising the challenges we face. The project has also reinforced in me the 
high importance of professional networks, informal and formal ones, and the value of co-
learning and collaboration between colleagues. The most valuable part of the project for me, 
in fact, was getting acquainted with the thinking of the teacher participants. 
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